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　　　While　one　often　hears　of　the　problems　of　unemployment　facing　Japan’s　youth，　the　truth
is　that　relatively　speaking，　the　challenges　facing　Japan　at　the　mome，nt　are　no　worse，　and
usually　far　better　than　other　countries．　Although　Japan’s　economic　bubble　has　apparently
burst，　the　effects　of　Japan’s　juggernaut　economy　on　the　international　business　community
have　been　long　lasting：　Countries　will　continue　to　trip　over　each　other　to　have　an　opportunity
to　enter　into　the　Japanese　business　community．　That　is　to　say，　in　spite　of　the　worries　of
economists　and　the　Japanese　population　at　large，　things　will　get　better　and　people　will　find
jobs．　The　only　provision　is　that　with　the　job　market　becoming　increasingly　competitive，
young　people　will　have　to　equip　themselves　with　skills　which　will　give　them　an　edge　over
ether　people　in　the　shuushoku　lineups．　A　very　marketable　skill　is　the　ability　to　speak　a
foreign　language，　and　the　most　advantageous　language　to　learn　is　indisputably　English．　Of
particular　relevance　to　this　paper　are　the　business　English　students　being　trained　at　the
senkouka　level　of　the　Junior　College　for　Women．
　　　When　speaking　of　senkouka　students，　we　are　able　to　make　several　assumptions．　To　begin
with，　we　are　speaking　of　a　group　of　women　who　have　learned　English　almost　exclusively　in
Japan，　with　little　or　no　direct　contact　with　native　English　speakers．　Students　who　are　more
motivated　to　learn　English　may　have　increased　their　exposure　time　by　attending　an　English
conversation　school　such　as　“Nova”　or　“ECC”．　The　most　motivated　and　most　proficient
students　are　typically　those　who　have　spent　6　months　or　more　overseas　in　a　homestay　or
work－abroad　program．　However，　it　can　be　generalized　that　the　communicative　level　of　the
average　student　is　far　less　than　fluent．　Now，　considering　for　a　moment　the　Japanese　work－
place，　we　must　think　about　what　kinds　of　positions　are　available　for　senkouka　graduates
based　on　their　less　than　fluent　English　abilities．　1　would　tend　to　believe　that　jobs　with
international　firms　beyond　the　description　of　“office　work’　are　often　reserved　for　those
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students　with　at　least　one　year’s　experience　abroad　and　fluent　English．　So　what　advantage
does　a　senkouka　graduate　have　with　what　can　be　called　a　Cworking　knowledge’　of　the
English　language？　1　wo，uld　suggest　that　the　advantages　are　twofold．　Assuming　that　the
majority　of　senkouka　graduates　are　heading　for　a　job　in　a　company　at　the　level　of　office
administration，　knowledge　of　English　may　very　well　open　the　door　for　them　at　internatioRai
companies　who　are　interested　in　staff　with　at　least　a　working，　and　more　importantly，
workable，　knowledge　of　the　language．　Secondly，　a　practical　workiRg　knowledge　of　the
Ianguage　will　give　the　senkouka　graduate　an　increased　ability　to　preform　well　at　the
workplace，　with　the　possible　result　of　increased　responsibility　at　the　workplace，　and　a　more
satisfying，　and　perhaps　better　paying　job．
　　　　It　is　the　application　of　applied　linguistic　theory　to　business　classroom　teaching　methods
with　the　purpose　of　better　achieving　this　tpractical　working　knowledge’　which　is　the　primary
concern　of　this　paper．
　　　　1　will　begin　by　describing　a　more　traditional，　teacher－centered　model　of　language
learning．　Follewing　this，　there　will　be　research　presented　showing　the　shortcomings　of　the
traditional　method．　Of　particular　bearing　is　Krashen’s　Monitor　Theo7zy．　Following　this，
Nunan’s　concepts　of　student－centered　learning　will　be　presented　as　the　basis　of　a　more
practical　and　advantageous　naodel　of　both　teaching　and　learning．　Finally，　a　model　will　be
presented　which　describes　an　example　lecture　using　a　practical　teaching　method　which
allows　business　students　not　only　to　learn　English，　but　also　to　practice　it　directly　in　a
classroom　situation　which　can　be　related　to　a　senkouka　student’s　future　employment　circum－
stances．
a．　The　Traditional　Teacher－Centered　Method　of　Language　Teaching
　　　　Traditionally，　the　teacher’s　role　in　the　language　classroom　was　that　of　information　giver
and　exam　corrector．　Essentially，　the　teacher’s　role　was　identical　to　that　of　almost　any　other
teacher．　A　mathematics　teacher，　for　example，　would　come　into　a　classroona，　and　with
minimal　interaction　with　the　students，　would　impart　his　superior　knowledge　of　mathematics
to　the　students．　The　traditional　language　teacher　has　much　in　common　with　the　above
mentioned　mathematics　teacher．　Knowledge　was　passed　to　the　students　and　the　students　were
expected　to　learn　and　reproduce　said　knowledge　or　else　fail　the　course．
　　　The　student’s　role　in　the　traditional　model　was　the　expected　opposite　of　the　teacher’s
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role．　The　student’s　role　was　limited　to　filling　a　seat，　repeating　dri｝ls　in　unisofi　with　the　rest
of　the　class，　and　at　times　responding　individually　to　a　grammar－based　question　posed　by　the
instructor：　the　result　being　that　many　students　beginning　a　language　course　at　university　out
of　interest　wou！d　often　see　their　primary　motivation　to　attend　class　changing　from　interest，
to　a　necessity　to　gain　the　knowledge　necessary　to　pass　the　tests．　ln　short，　the　class　would
become　an　academic　endeavor　as　opposed　to　a　quest　for　a　practical　skill　to　be　used　for　its
intended　purpose　一　to　communicate．
　　　As　a　typical　example　of　a　traditional　language　lesson，　let　us　look　at　what　may　have
served　as　a　iesson　to　teach　the　future　tense　in　English．
　　　To　begin　with，　the　students　would　be　introduced　to　the　target　grammatical　structures：　in
this　case，　the　2　future　tenses．　A　grarrimatically　oriented　textbook　would　perhaps　write
something　similar　to：
1：　（subject）　＋　（to　be）　＋geimg　to＋　（verb）
2：（sublect）＋w壷亙豊＋（verb）
　　　These　structures　would　probably　be　followed　by　a　very　contrived　mini－dialogue　invented
for　the　purpose　of　showing　the　roles　of　these　structures　within　the　spoken　language．　There
would　then　ensue　a　series　of　mechanical　exercises　designed　to　practice　manipulating　the
target　structure，　and　finally，　some　forin　of　oral　drills．　ln　short，　the　unit　would　be　a　cleanly
dissected　chunk　of　formulaic　English　with　the　bulk　of　the　lesson　being　actively　taught　by　the
teacher　and　passively　learned　by　the　students．　Perhaps　an　acceptable　situation　if　the　course
is　about　the　language；　however，　if　the　objective　of　the　course　is　to　teach　English　for　communi－
cation，　then　this　traditional　model　would　seem　to　have　some　shortcomings．
2。c駅附加R㊧既雛磯awadi　t恥e　T膿戯翻⑪勲且Me癒。磁
　　　　　　　　　Acqwafis量意量。魏versees亘eaffwa員geg　aged意］齢e量9WR整》《》ffthage．　c㊧⑪蛋職《》9fiva愈fi⑪］wa
　　　As　EFL　has　become　more　prominent　internationally，　so　too　has　the　amount　of　time　and
effort　spent　on　research　into　applied　linguistics　and　the　use　of　the　EFL　classroom　as　a　place
for　effective　language　learning．　Virtually　all　of　the　results　of　the　research　point　to　serious
faults　in　the　traditional　method　as　a　means　of　teaching　communicative　language　skills．　Once
again，　the　word　“communicative’　has　been　used，　as　the　research　presented　here　is　primarily
aimed　at　language　taught　for　the　purpose　of　spoken　or　written　communication．　This　is
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particularly　relevant　when　teaching　English　conversation　for　business　purposes，　where
communicative　ability　and　fluency　can　be　considered　as　important　as　accuracy　in　terms　of
strictly　adhered　to　grammatical　rules．
　　　When　speaking　of　flUency　and　accuracy，　1　am　actually　referring　to　one　of　the　more
fundamental　concepts　in　modern　langu．age　acquisitional　theory：　the　distinction　between
learning　and　acqzaisition．　Learning　describes　the　way　which　EFL　students　consciously　learn
grammatical　rules，　parts　of　speech，　vocabulary，　and　all　of　the　technical　aspects　of　the
Ianguage．　Conscious　learning　plays　a　major　role　in　the　traditional　language　classroom．　ln
contrast　to　this，　acquisition　describes　the　way　that　individuals　are　able　to　“pick　up”　language
skills　in　rnuch　the　same　way　that　a　child　might　learn　a　language．　Acquisition　occurs　in
situations　where　the　language　must　be　spoken　for　communicative　purposes．i
　　　Although　conscious　language　learning　has　a　role　in　attaining　2nd　language　fluency，　it　has
been　shown　that　optimal　language　learning　depends　primarily　on　acquiring　the　language．2　ln
fact，　it　has　been　suggested　by　Krashen　that　“conscious　learning　is　available　to　the　performer
only　as　a　Monitor．”3　According　to　Krashen’s　Monitor　Theory，　utterances　are　based　on
language　which　has　been　intemalized　through　communicative　use．　lt　would　seem　that　in
normal　speech，　an　individual　does　not　have　the　time　to　consciously　sift　through　volumes　of
linguistic　information　while　still　being　able　to　participate　in　a　conversation．　lnstead，　utter－
ances　produced　are　based　on　the　language　learned　through　the　acquired　system　and　then
acted　upon　by　the　learned　system．　Diagrammatically，　we　can　see：4
Learned　System
Acquired　System Utterance
　　　For　example，　if　a　secretary　is　speaking　with　a　potential　client　on　the　telephone，　she　may
produce　a　sentence　such　as：
Wo腿盈dl　y（》賦賎翫e職e愈。　se】ee《豊yo騒aR蓋Ptforcwaa癒量ePt昼》aeka霧e？
To　produce　such　an　utterance，　a　student　having　gone　through　the　traditional　method　of
conscious　learning　（that　is，　with　almost　no　real　communicative　practice），　would　first　have
to　try　to　remember　how　to　rnake　an　offer　by　beginning　with　“　Would　yoza　like”．　Then，　there
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is　the　problem　of　word　order　between　the　subject，　verb，　the　indirect　pronoun　of　“you”，　aRd
finally　the　direct　object，　“an　information　Package”．　To　top　it　all　off，　she　would　also　have　to
think　about　using　the　correct　sentence　stress　to　make　it　all　sound　like　a　polite　offer．
　　　On　the　other　hand，　the　Monitor　Theory　predicts　that　a　student　who　has　had　communica－
tive　practice　beforehand　in　similar　situations　will　have　already　acquired　inuch　of　the　commu－
nicative　ability　necessary　to　produce　the　request，　and　will　have　internalized　and　become
fluent　in　such　functionally　necessary　phrases　such　as　“would　yoza　／ike”．　While　producing　the
sentence，　if　the　secretary　has　the　time　to　apply　some　conscious　learning，　she　may　be　able　to
correct　the　potentially　erroneous：
Woan豆d　yo腿且ike職e　se】蕪《畳i翼塞yo腿aem量Ptf《｝rma，t豊。】瞳packa窪e？
By　monitoring　what　she　is　about　to　say　and　applying　some　of　her　consciously　learned
knowledge，　she　is　able　to　catch　the　mistake，　change　“sending”　to　“to　send”，　and　produce　a
more　accurate，　yet　quite　fluent，　utterance．
　　　　It　is　inaportant　to　mention　here　that　even　if　she　had　not　had　the　time　to　rnonitor　her
utterance，　she　would　still　have　been　able　to　achieve　her　goal　of　offering　an　information
package　in　a　very　fluent　manner．
　　　　Motivation　is　another　problem　in　the　traditional　classroom．　Although　instructors　have
generally　realized　the　important　correlation　between　motivation　and　performance，　research
would　indicate　that　it　is　a　much　more　important　factor　in　language　acquisitiofi　than　previous－
ly　imagined．
　　　　Motivating　students　is　generally　considered　the　responsibility　of　the　teacher　and　is
usually　thought　to　be　an　ability　related　to　the　instructor’s　personality．　However，　in　the
traditional　classroom，　it　may　have　been　the　teaching　method　itself　which　was　the　problem．
Research　has　shown　that　when　asked　to　repeat　oral　drills　or　to　complete　repetitive　exercises
of　grammar　manipulation，　students　soon　lose　interest．　Particularly　in　the　traditional　class－
room，　where　example　sentences　can　have　little　or　no　practical　cominunicative　value　to　a
student，　students　quickly　stop　paying　attention，　and　it　would　seem　that　the　meaning　of　these
exercises　“does　not　strike　very　deeply”．5　，
　　　The　topics　chosen　to　be　taught　may　also　have　had　a　profound　effect　on　motivation．　lt　has
been　suggested　that　an　“affective　filter”6　may　exist　which　acts　to　delimit　the　linguistic　input
given　to　a　student　before　the　student　mentally　processes　that　input．　For　example，　if　a　business
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student’s　only　interest　（motivation）　is　to　learn　about　telephone　English，　then　attempts　to
teach　about　‘finding　an　apartmeflt’　will　1neet　with　little　success：　The　student　will　filter　out　all
of　the　‘tmneeded’　linguistic　input　deemed　as　‘non－telephone　English’　before　it　actually　reaches
the　cognitive　centres　of　the　brain．　Diagrammatically　we　can　see：7
　　　　　　　　　Affective　Filter
1叩ut一一一一一齢 Language　AcquisitionAcquired　languageability
　　　Related　to　this　concept　of　the　affective　filter　is　instrumenta／　motivation，　which　is　“the
desire　to　achieve　proficiency　in　a　language　for　utilitarian，　or　practical　reasons．”8　lnstrumen－
tal　motivation　is　related　to　the　affectlve　filter　in　that　for　many　students，　once　having　reached
a　level　deemed　as　being　advanced　enough　to　meet　their　perceived　future　or　current　linguistic
i3eeds，　their　acquisition　of　the　language　slows　or　stops．　Even　though　the　student　is　stiil
enrolled　in　the　class，　his　or　her　affective　filter　has　become　strong　enough　to　block　acquisition．
Although　instrumental　motivation　is　not　every　stedent’s　primary　motivationa｝　factor，　1　would
suggest　that　it　is　very　often　the　primary　factor　with　senkouka　business　students，　whose
inotivation　to　learn　English　is　often　for　the　express　purpose　of　the　eventual　reality　of　dealing
with　foreigners　at　their　future　places　of　employ．　Concepts　such　as　instrumental　motivatien
and　the　affective　filter　are　justification　for　creating　a　classroom　in　which　students　have
control　of　what　they　are　taught．
3．　New　EbEffeceggens　gwa　［K｝eaekggeg：　［M｝lae　Meaifwaeff　¢eeetevedi　¢gassif＠emn
　　　　　　　　　as　Use《翌意⑪Mo意量va意e琶ke　Seitkoen翫ee斑Bws曼eeess　E］wag置fis］臨s電eedi《∋盟意
　　　Although　it　is　cominonly　believed　that　the　optiinal　setting　for　language　acquisition　is
coinplete　immersion　in　a　foreign　culture，　it　has　been　suggested　that　an　EFL　or　ESL　class　with
teaching　methods　geared　towards　real，　task－based，　meaningful　communicatioR，　may　be　the
most　effective　environment　for　beginner　to　intermediate　level　aduit　language　students．　When
compared　to　most　natural　communicative　settings，　the　EFL　or　ESL　classrooirn　has　the
greatest　potential　to　give　understandable　iRput　for　language　acquisition．9　ln　terms　of　direct
classroom　related　research，　Nunan’s　concepts　of　the　learner　centered　classroom　are　helpful
for　practical　constructive　changes　in　teaching　strategy．
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　　　When　speaking　of　a　learner　centered　method，　we　are　really　speaking　of　the　antithesis　of
the　traditional　classroom．　1　believe　that　it　wou！d　have　been　unheard　of　even　recently　for　a
teacher　to　ask　students　what　they　wanted　to　learn．　Traditionally，　the　instructor　was　in
control　of　all　curriculum　topics　and　teaching　methods．　However，　one　of　the　most　fundamental
principles　of　the　learner　centered　curriculum　is　that　learners　have　control　over　what　they　are
learning．　Students　may　not　have　complete　control；　however，　the　students　play　a　primary　role
in　determining　what　will　be　taught　and　how．
　　　It　is　particularly　important　for　an　instrumentally　motivated　senkouka　student　to　be
asked　what　she　wants　to　learn　so　that　course　work　can　be　based　on　tasks　which　the　student
believes　will　have　soiTie　relevance　to　her　company－oriented　future．　Through　direct　communi－
cation　with　the　class　instructor，　these　learner　needs　and　learner　wants　can　be　accurately
assessed．
　　　It　would　seem　that　a　student’s　very　choosing　of　a　specific　topic　such　as　business　English
means　that　they　have　already　given　the　instructor　a　mandate　to　teach　what　is　deemed　as
‘business　English’．　That　is　to　say，　it　would　seem　that　the　course　is　already　learner　centered．
However，　within　business　English　there　are　many　sub－topics　from　which　students　can　still　be
given　a　choice．　ln　terms　of　conversational　English，　one　can　create　detailed　units　on　many
subjects　such　as　talking　on　the　telephone，　making　appointments，　dealing　with　visitors　to　a
company，　visiting　another　company，　dealing　with　foreigners　in　Japan，　travel　abroad，　etc．　By
carrying　out　an　appropriate　needs　analysis　on　students　at　the　beginning　of　the　course，　the
instructor　can　learn　exactly　what　the　students　Perceive　as　being　the　most　potentially　useful
for　their　future　careers．　（Even　if　what　students　perceive　to　be　useful　is　not　exactly　accu－
rate）．　Although　the　instructor　may　have　chosen　the　potential　topics，　the　students　have　been
given　a　feeling　of　control　by　being　empowered　with　the　responsibility　of　choosing　the　course
content．　Even　though　it　is　possible　that　students　in　business　English　will　pick　more　or　less　the
same　topics　as　the　instructor　feels　are　important，　the　critical　point　to　be　made　here　is　that
it　is　the　students　who　feel　that　they　have　had　a　choice，　instead　of　having　a　predetermined
course　content　imposed　upon　them．
　　　Learner　centeredness　also　implies　that　students　participate　more　in　the　classroom．　That
is，　rather　than　having　the　teacher　do　all　of　the　talking　and　writing，　students　play　a　greater
role　in　these　activities．　Even　something　as　simple　as　writing　student　answers　on　the　board　is
better　left　to　the　students，　even　if　it　tal〈es　a　little　more　time．　By　doing　so，　the　students　are
employed　as　active　participants　in　the　lesson，　increasing　their　alertness，　their　attention，　and
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their　motivation．
4．　A　lf”ffa¢efienE　CRasslfg＠wa　M＠deg
　　　1　would　now　like　to　present　what　1　consider　to　be　a　very　practical　sample　lesson　which
incorporates　both　a　task－based　lesson　as　well　as　a　learner　centered　approach．　ln　fact，　the
lesson　1　have　prepared　here　was　tried　with　success　as　an　introductory　lecture　for　the
Senkouka　Business　English　Course．　Although　the　lesson　content　and　analysis　is　original，　1　am
deeply　indebted　to　my　TEFL　trainer，　Mr．　Damian　Lucantonio，　who　taught　me　the　basics　of
communicative　activities　as　well　as　teaching　me　the　use　and　relevance　of　those　activities　as
they　are　presented　here．iO
　　　As　with　most　lessons，　an　authentic　conversation　was　used　as　the　source　of　both　the
grammatical　as　well　as　culturally　related　points　which　were　taught．　The　dialogue　presented
here　is　a　slightly　modified　transcription　of　the　authentic　recorded　conversation：
MgKE：　Hi！
H肌EN：Mike！Mike，　how　are　youP！
MIKE：　Hi！　Good　thanks！　How　are　you　doing？
ffELEN：　Oh，　1’m　doing　good，　Um，　Say！　This
is　my　friend　Rick　Webb．　Rick，　this　is　Mike
Critchley．
RICK：　Hi！
MIKE：　Hi　there！　Nice　to　meet　you！　How　you
doing？
REC］K：　Nice　to　meet　you．　li［ow　you　doing？
　（Shaking　hands）
ffELEN：　So，　would　you　like　to　sit　down？
MIKE：　Thanks！　Eyaaa．．．．So，　ah．．．．How　long
have　you　been　here　for　Rick？
RICK：　Ah．．．．just　a　couple　weeks！
MgKE：　Really！
RgCK：　Yeah！
MIKE：　Where　are　you　from？
RgCK：　California．
MgKE：　Yeah？　And　how　do　you　like　it　here？
RgCK：　Ah．．　1’m　enjoying　myself．
MgKE：　Yeah？　lt’s　kind　of　colder　than　Cali－
fornia，　isn’t　it？
RgCK：　Yeah！　Every　place　is　colder　than
California！
醸亙KE：　（Laughter）
RgCK：　Where　are　you　from？
MgKE：　Ah．．1’m　from　Canada．　From　Van－
couver．
RgCK： Oh　Really？？
MgKE：　You’ve　been　there　before．．．．．．or？
RICK：　Yeah，　1’ve　been　to　Vancouver．
MIKE：　Yeah，　Oh　really！　Good，　good．．1．（Turn－
ing　to　Helen）　Listen，　I　just　wanted　to　see　if
you　wanted　to　go　out　tonight？
H肌EN：We11，　uln．．．　Rea11y　Mike，　we’re　kind
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MIKE：　Oh　really？
ffELEN：　Yeah．．　um．．　But．．　You　know．．　How
about　tomorrow？
MgKE：　Sure，　sure！！
NELEN：　Saturday？
MgKE：　Sure！　How　about　you，　Rick？　Do　you．．．
Sometimes　we　go　out　to　eat，　once　or　twice　a
week．
RgCK：　Are　you　talking　about　dinner　tomor－
row？
MIKE：　Yeah！　Why　don’t　you　come　out　with
us！
RECK：　Yeah，　that　sounds　fine！
MIKE：　Good！　So　what　time　shall　we　meet？
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ffELEN：　Um．．．hou　about　6？？
MgKE：　Ok！
ymELEN：　6　o’clock！
MXKE：　Shall　we　meet　here　at　6　o’ciock
tomorrow？？
RgCK：　Yeah，　1　can　make　that，　That’s　fine！
HELEN：　Yeah，　me　too．
MgKE：　Good！　Listen，　1　gotta　go　now，　1’m
kind　of　in　a　hurry．．．．so．．．Rick！　Nice　meeting
you！！！
RgCK：　Yeah，　you　too！
MgKE：　Take　care，　eh！　See　you　around！！
RICK：　Yeah，　bye　bye．．．
MgKE：　See　ya！
eeELEN：　See　ya！
　　　　From　this　dialogue，　specific　learning　objectives　were　drawn．　ln　this　lesson，　the　students
are　expected　by　the　end　of　the　lesson　to　be　able　to　lead　and　participate　in　a　conversation　at
their　own　English　level　involving　an　introduction　with　some　small　talk　in　a　semi－formal　to
casual　situation　involving　3　people．　Upon　determining　objectives，　a　lesson　plan　and　teaching
materials　can　be　developed．
　　　　In　the　first　stage　of　the　lesson，　the　presentation　stage，　when　the　student’s　first　hear　the
dialogue，　some　form　of　listening　exercise　is　used　so　that　the　students　are　involved　in　the
listening．　The　dialogue　is　very　long，　and　it　is　probably　incomprehensible　to　the　students　at
first．　However，　presenting　it　with　appropriate　listening　exercises　encourages　students　to
develop　their　prediction　skills．　That　is　to　say，　even　thotigh　students　can　not　comprehend　every
word，　they　can　at　least　get　the　gist　of　the　conversation　and　follow　the　meaning．
　　　　An　example　of　such　an　eXercise　would　be　a　scatter　sheet，　which　encourages　active
listening　and　prediction　of　the　meaning　of　the　conversation．　By　selecting　key　words，　the
instructor　can　make　the　gist　of　the　conversation　comprehensible　to　the　students．　The　addition
of　bogus　words　can　be　used　to　increase　the　difficulty　level　of　the　exercise．　However，
regardless　of　the　difficulty　level，　this　exercise　is　a　process　exercise　which　allows　even　the
．least　proficient　students　in　the　class　to　complete　at　least　a　part　of　the　exercise．　This　builds
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confidence　and　increases　motivation　by　giving　students　the　feeling　that　they　were　partially
Cright’．　The　following　is　an　example　of　a　general　outline　of　a　scatter　sheet　for　this　particular
dialogue：
1。　L量s意e］聡tg創｝置e《灘a置ggue　a］聡♂e難εck　（v’）　量混琶ew⑪r盛syo甑］難ethif。
　　　　Natto
Colder
　　　　Tonight
Trick
sit
Dinner
Where
Umbrella
Friend
Meet
Ltmch
Weeks
Train
Hurry
Sixteen
Busy
2。：臨総腕⑪臨e曲旦09麗e窺翻騨意艦ewo曲量齢羅er窺syo曲e鑓轍em。
3。　New　gwaess　w］臨a電y⑪縢9】臨量wak誌恥e　d畳a藍09騨e量§aむ。呼出。
　　　Once　students　have　been　able　to　pick　up　the　gist　of　the　conversation，　the　lesson　can
progress　to　a　more　detailed　listening－oriented　exercise．　An　exercise　such　as　a　gapping
activity　not　only　works　on　listening　skills，　but　also　allows　the　instructor　to　highlight　key
points　which　will　eventually　be　taught　as　discreet　gramniatical　points，　discourse　naarkers　or
expressions．　The　following　is　an　excerpt　of　a　possible　gapping　exercise　for　this　particular
dialogue：
　　M玉［韮E《：蓬≡鑑＝　　Hi！
HELEN：　Mike！　Mike，　how　are　you？！
　MIKE：　Hi！　Good　thanks！　How　are　you　doing？
ffELEN：　Oh，　1’m　doing　good！　Um，　Say！Rick　Webb．
　　　　　　　　Rick，　this　is　Mike　Critchley．
　　RgCK：　Hi！
　MIKE：　Hi　there！　！How　you　doing？
　　RICK：　Nice　to　meet　you．　How　you　doing？　（Shaking　hands）
ffELEN：　，　would　you　like　to　sit　down？
MIKE：　Thanks！　Eyaaa．．．．
　　　　　　　So，　ah．．．．How　long　have　you　been　here　for　Rlck？
RffCK：　Ah．．．Just　a　couple　weeks！
M：互KE：　　　　　　　　　！
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　　　By　now，　students　have　a　clear　idea　of　the　gist　of　the　conversation，　even　if　they　cannot
understand　every　word．　The　instructor　may　now　hand　out　a　transcript　of　the　conversation　for
the　students　to　read　while　listening　to　the　dialogue．　lt　is　then　safe　to　move　on　to　a　more
detailed　explanation　of亡he　parts　of　speech　as　they　are　being　used　within　the　conversation．
For　example：
Seeee
Woas昼と丑yo賦且量ke　to．．。
：　ls　used　to　begiR　a　casual　conversation
：　ls　used　when　offering　somebody　something．
　　　In　addition　to　the　linguistic　aspects　of　the　conversation，　the　cultural　aspects　are　also
taught　here，　using　students　whenever　possible　to　assist　playing　the　roles　pr’esented．　For
example，　students　are　shown　how　to　give　a　firm，　businesslil〈e　handshake．　They　are　also
shown　how　to　stand　when　being　introduced　and　how　to　act　appropriately．lt　is　explained　that
face　to　face　encounters　with　North　Americans　at　a　company　will　generally　be　much　more
casual　than　they　would　be　with　Japanese　co－workers．　lnformation　such　as　what　kinds　of
questions　one　can　ask　when　meeting　sornebody　for　the　first　time　（e．g．　lt　is　OK　to　ask　about
a　person’s　country　or　job，　but　impolite　to　ask　about　age，　religion，　or　salary）；　or　who　is
responsible　for　ending　a　conversation　of　this　nature，　is　also　taught．　Most　importantly，　the
entire　conversation　and　all　of　these　explanations　are　presented　within　a　completely　defined
context．　That　is，　students　are　told　who　is　speaking，　how　formal　the　situation　is，　and　where
the　conversation　is　taking　place．　By　explaining　context　as　clearly　as　possible，　students　are
able　to　form　a　concrete　image　of　what　is　happening　in　the　conversation，　they　are　able　to
better　understand　the　language　associated　with　the　situation，　and　they　are　also　able　to　see　the
practical　use　of　the　conversation　in　their　future　positions　in　Japanese　businesses．　（ln　this
case，　they　can　see　the　potential　use　of　being　introduced　to，　and　participating　in　a　short，
culturally　appropriate　conversation　with　a　foreign　worker　in　their　company）．
　　　To　further　explain　the　parts　of　the　conversation，　a　box－diagram　is　often　useful．　Please
see　the　following　page　for　an　example　of　a　box－diagram　which　may　be　used　for　this
particular　conversation：
　　40
“While　listeit最stg　to　the　dia］ogue，　wr量重醐ow鶴餓施e　boxes　t恥e　wo麟s曲且e恥be且oitg　to　each　paxt　of
the　diaEogue．　The　first　box　has　beeR　dome　for　yowa．
｛Greeting｝
一Hi
－How　are　you？
｛Introduction｝
｛Small　talk｝ ｛Small　talk｝
?
｛Small　talk｝ ｛Small　talk｝
｛lnvitation｝
｛Pre－Closing｝
｛Closing　of　lntroduction｝
｛Closing｝
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　　　　Now　the　students　can　clearly　see　how　the　conversation　is　put　together　in　a　culturally
relevant　manner：　Culturally　relevant　because　almost　all　semi－formal　introductions　involving
3　people　which　students　will　encounter　in　the　business　world　will　have　most　of　the　main　parts
shown　in　the　box　diagram；　and　all　of　the　main　parts　are　expected　to　be　used　in　the　correct
order　for　native　speakers　to　feel　comfortable．　For　example，　regardless　of　the　greeting　used，
it　is　essential　to　greet　people　when　we　see　them．　Following　the　greeting　we　go　through　the
process　of　introductions，　and　then　move　onto　a　short　period　of　tsmall　talk’．　Once　again，　it　is
stressed　to　the　students　that　it　is　preferable　to　make　mistakes　attempting　to　create　small　talk
rather　than　to　skip　it　all　together．　English　speaking　people　generally　place　far　more　impor－
tance　on　the　concept　of　friendly　small－talk　than　they　do　on　grammatical　correctness．
　　　　After　the　invitation　stage，　which　was　unique　to　this　particular　conversation，　has　been
passed，　we　return　to　another　standard　part　of　the　introduction，　the　pre－closing．　That　is，　the
excuse　one　makes叩on　Ieaving，　regardless　of　whether　the　excuse　is　valid　or　not．　It　is
extremely　important　in　most　English－speaking　cultures，　and　would　often　be　missed　entirely
in　the　dissociative　nature　of　the　tradjtional　method，　where　Ianguage　is　taught　in　individual
fragments　of　conversation　which　have　been　stripped　of　contextual　relevance．
　　　　It　is　safe　to　assume　that　following　all　of　these　exercises，　the　students　will　be　at　a　point
where　they　can　begin　practicing　their　own　conversations，　beginning　by　using　the　box　diagram，
and　gradually　relying　less　and　less　on　written　cues．
　　　　The　final　portion　of　the　lesson　is　the　assessrnent　stage，　whereby　the　instructor　can
observe　how　well　the　students　are　able　to　participate　in　a　3－person　introduction，　producing
the　language　required　with　no　outside　help．　Assessment　takes　place　in　the　form　of　a　role　play
situation．
　　　It　is　important　to　stress　that　the　students　are　not　expected　to　memorize　the　original
dialogue．　Rather，　they　should　be　able　to　use　the　language　points　they　have　been　taught　during
the　lesson，　or　any　lang．　uage　they　have　at　their　disposal　to　complete　the　task　of　a　3－person
introduction　in　a　culturally　appropriate　manner．　ln　fact，　students　are　not　actually　evaluated
on　how　grammatically　accurate　their　utterances　are．　Doing　so　just　reinforces　the　student’s
already　obsessive　concern　with　grammaticality，　thereby　hindering　communication．　lnstead，
they　are　marked　on　how　we〃they　are　ab玉e　to　communicate　and　complete　the　task　at　harld
at　their　individual　level　of　proficiency　in　English．　That　is，　“the　criterion　for　success　lies　not
in　formal　correctness　but　in　communicative　effectiveness．”i’　Thus，　for　example，　if　a　student
is　trying　to　communicate　an　invitation，　it　does　not　matter　whether　the　English　is　IOO％
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correct．　As　long　as　the　｝istener　is　able　to　understand　that　she　is　being　invited　to　join　the　other
participants　for　dinner，　then　the　task　has　been　completed．　ln　this　case，　the　whole，　real－life
task　is　to　participate　in　a　3－way　introduction　with　some　small　talk　and　an　invitatlon．　lf
students　can　go　from　“1－lello，　how　are　you，”　to　“Good　bye”，　and　if　they　are　successful　in
communicating　all　of　the　sub－tasks　in　between　in　a　culturally　appropriate　ixLanner，　they
receive　a　good　mark．　The　more　effort　a　student　puts　into　her　individual　stndies　tends　to　be
reflected　in　her　performance　during　the　role　play，　and　consequently　in　her　grades．
5．Tbe　Re騨亙麓
　　　Upon　compietion　of　the　lesson，　students　will　have　accomplished　a　real－life　task．　They
now　know　that　they　can　participate　in　almost　any　semi－formal　to　casua｝　situation　involving
an　introduction　and　be　able　to　coiinplete　the　task　from　start　to　finish．　The　students　shou！d
have　more　self　confidence，　be　at　least　slightly　more　motivated，　and　will　be　equipped　with　a
real－life　skill　which　they　can　carry　across　to　their　place　of　employment，　or　any　other　facet
of　their　lives．
6。亘聡Co鵬且囎量opm
　　　It　would　seem　a　lot　to　expect　students　to　be　able　to　digest　such　a　long　conversation　with
so　many　functions　involved　（asking，　inviting，　introducing，　etc．）　However，　the　conversation
has　been　cornpletely　broken　down　and　explained　so　that　all　students　can　understand　com－
pletely　the　communicated　messages　of　each　part　of　the　conversation．　This　allows　students　at
all　levels　to　acquire　the　language　they　need　to　reproduce　the　same　communicative　functions．
It　must　be　stressed　that　students　are　not　expected　to　memorize　exact　phrases，　but　rather　to
complete　the　comiinunicative　task．
　　　As　to　concerns　with　grammaticality，　it　is　often　suggested　that　it　is　wrong　to　teach
students　phrases　which　are　not　1000／o　grammatically　correct．　ln　fact，　while　teaching　the
lesson，　most　phrases　and　grammatical　points　are　contrasted　with　their　more　grammatically
correct　counterparts．　However，　as　in　the　case　of　this　dialogue，　semi－formai　English　often　uses
less　than　gramnaatically　perfect　phrases，　and　students　must　be　able　to　understand　them　if　they
are　to　hope　to　understand　authentic　English　conversation．
　　　It　is　also　important　to　note　that　although　a　very　long　dialogue，　the　time　given　to　teaching
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the　lesson　is　also　relatively　long．　lf　the　grammatical　functions　in　this　dialegue　were　to　be
taught　separately　as　in　the　traditional　method，　they　may　take　2－3　full　lectures．　ln　fact，　the
sample　lesson　1　have　written　here　also　takes　between　2－3　lectures；　however，　it　has　the　added
benefits　of　teaching　a　complete　task　along　with　a　wealth　of　culturally　related　information　all
set　in　a　ciear，　highly　contextualized　framework．
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